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ABSTRRCT

Systepmatic and reliable feedback are critical
elements of microteaching, One system whereby pre-service and
in-service teachers may obtain systematic and reliable feedback
during microteaching is called the Social Science Observation Record
(SSOR) . This monograph is intended to meet three purposes: (1) To
explain the SSOR as a verbal syster for describing behaviors that
occur during instruction; (2) To enable pre-service and in-service
teachers to organize and interpret data; and (3) To present
operational definitions and coding conventions used by persons who
code Social Science Observation Record data. Pursuant to these
purposes, the monograph is divided into two sections, In Section 1 an
explanation of the system is provided, enabling participants in
microteaching to organize and interpret SSOR data. In Section 2
operational definitions and coding rules are provided, enhacing
further the ability of participants in microteaching to interpret
SSOR data. (Author)
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Ixtroduction

Systematic and reliable feedback are criticsl elements of micro-

’ toccbxng.. One system whareby pre-service and in~service teachers may
obtein systemztic snd relisble feedback during microteaching 1o called
the Bocial Science Obsarvation Record( S80%). This monograph is intended

. to meet three purposes:

(1) To explain the S850R as a verbal system for describing
behaviors that occur during instruction;

(2) To ensble pre~-sarvice and in~-service teachers toc o-ganize
and interpret data; and

(3) To present operational definitions and coding conventions
used by persoas who code Social Science Observation Record
data,
Pursusat to these purposes, the moncgraph is divided into two sections.
Ia Section 1 an explanation of the system is provided, enabling participants
{n microtesching to organize and interpret SS0K data. In Section 2 ¢
cperantional definitions and coding rules are provided, achancing further

the ability of participants in microteaching to interpret 3SOR data,
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THR BOCIAL SCIENCE OBSERVATION RECORD: AN OVERVIEW

Toes Socinl Science Observation Record (SSOR) ias sn interaction
ohasrvetion system, The system enablos its users to engage in inter—
action rRnalysis. Empiric studies indicete that knowledge of the systewm
oxables pre-asrvice %teachers in self-selected directiona to modify their

%

inatructional bebavior. The system also provides & conceptusl wodel link-

ing cognitive, affective and management dimensions of inquiry.

e ——n

The SSOR contains seventeen (17) categories, four (4) realas, twelve
(12} sub-matrices and six (6) segmenta of “wait time”., Realm I is comprised
of 7ive categorias strossing verdal bohaviors related to learning subject

mstter, Thess subject-cantared categories are topicel, qmpirical, inter-

prntivg, defining, and ¢Larifx1nz. Pive other categories of verbal satate-

nonts (Roala IIX) stress the meaning of husaa experience, Xxnowledge, values,

: 4
thought, apd behavior for man, Those man~centered categorias are cslled

proferantial, consequentisl, criterial, imperative and emotive, A third

get of five categories (Reslm II) stresses verbal atatements through which

inquiry can be managed, These teacher-centered categories are called

igriruing, cornentary, dissorant, intervogative, and gontirniqg. The
sixtoenth categzory providas for "wait time’ and the sevantesnth records

dizruptive noise. Tongether these two categories (g}lenca snd ccnfusiqg) i

comprise the fourth reelm (Realm IV) of the 330R&.

The categories tncluded i{n the system encourzge the teacher to think
4n termms of language configurations, The subject-centered categories yisld -
language configurations symtomatic that knowing and thinking sre occurring,

The man~centered categories yleld languags configurations indicating that
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valuss are being clarified. In combination these two reslma (Bubject~
Csatercd and Man~Centervd) gunerite patterns of language suggestizy tust .
value clarification im occurring in the light of accurste conceptuslixzstiun,
and conirary-wise, that efforts at value clarification are being conceptual-
1204 ond made arailable for reflective study. The third set of categorie.:
(Realm [I) provides alternative patterns of influencing behavior that Qithor.
the tescher or studvuts cah use to slicit cstegories and coafigurations
of langusge functionsl to inquiry. The two non-verbal categories indicate
the reintionship (s) betweon the nonverbal and verbal behaviors which oceur
during classroom interaction.

The SfOR can be applied to teacher and student behaviors in a number
of ways, The following are illustrative of some of its uses:

1) To beccma more sensitive to language patterns being employed
in the classroom;

2)' To collect objective descriptive data relavant in instruction-
al objectives;

3) To oprraticnslize instructional theories, strategies, and
techniques; and

4) To bhelp teachors shape their verbal patterns of behavior to
£it thoir purposes,

The intant of the materials im this introductory section is to help
you understand the concepts and vocabulury employed by the SSOR and to enable

you to interpret SSOR data in the light of instructionzl objectives.
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THR 880k: AN OVERVIRW OF FUNCTIONS

RIS |

CATIGORY OF STATEMENT

runcrioxn®

I. Bubject- 1. Topical identifying the focus
Centered t
‘ 2. Empirical stating Iacts
. 3. Iaterpretive assigning meaning
i 4. Defining avoiding semantical
con}uaton
8. Clarifying elaborating idess
I1. Teacher- 6. Infirming expressing disagreement
Centered
7. Commentary consolidating and
structuring
8. Dissonant requesting clarification
9. Interrogstive eliciting responses '
10, Confiming sccepting
I1X. Man- 11. Preferential assigning value ratings
Centered
12, Consequential anticipating effects
13. Criterial identifying the basis
14, Imperative considering decisions
15, Emotive expressing feelings
IV, Noa~ 16, 8ilence wait time
Verbal

17. Confusion

adjusteent time

[ ]
The functions as given are meant to be 1llustrative but not inclusive.




THE Sold: SHUKL L.k IRITLUAS

NON~-

Iv,

CATEGORY OF STATEMENT DEFPINITIONS
1. Topicel Student statemsnts identifying the theme, the unit, the ccncept, the issue,
or the problem that is the focus of group discusaion.
2. Eapiricsl Studant statenents providing verifiable data from meoury, otservalion,
reading, or oral presentation,
3. Ennﬁau.vninndc Student statcmeants assigning mesning to data or experience and exprasced in
- the form of notiona, opircions, comparisions, relationshins, and connectioms,
4. Defiaing Student statements as to the meaning of a word or concept by refer2unce to aa
m accepted source, by context, by examples, by operant criteria, or by ideal
type.
@ 3. Clarifying | Student statements rewording, rephrasing, elaborating on, or expanding on other
_ statements by ways of explanations,
. €. Infirming Teacker or student statements of rejection, criticism, closure, or dissatis-
faction expressed in the form of sarcastic, doctrinaire, or nogative remarks,
7. Commentary Teacher or student statements revicwing or summarizing the directions of a
: group; or, teacher statements sumaarizing, consolidating atructuring providing
;| new information, new directions, or responding to student requests for iafor-
pooy mation.
m 8. Dissonaant Teacher or student statements indicating that what is being ssid is not under-
stood, is causing confusion, or lacks either internal or external consistency.
m 8. Interrogatlive Teacher or student questions expresscd during group interaction.
16. Confirmirg Teacher or student statements expressing acceptance, satisfaction, encourage- 9
ment, or praise, m
11. Preferential Student statements assigning a value rating or classification to an idea,
person, group, object, etc. m
— 12. Consequential Student statements ldentifying the known or anticipated effects of an action,
idea, object, feeling etc. =
13. Criterial Student statements identifying the basis for a decigion, a judgement, an
—_ action, an interpretation, etc,; or, developing a table of specifications
by for use in decisfon-making.
w — 14, Inperative Student statements of what should or should not be; of what ought or ought mot
to be done  or expressing a decision achieved by the group.
15, Emotive Student statements indicating personal feclings; or, efforts to express
empathy with regard to the personal feclings of others,
18, Silence Period indicating quiet, absence of verbal interaction, reac.-., thinking,
m . non-verbal activities, or work.,
m 17. Confusion Verbal or non-verbal interference or commotion msking it difficult for members

~f the group to communicate.

¢All teachers talk must be recorded in one of the teacher-centered categories,
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SSOR SCATTER DIAGRAM
J. Doyle Casterl and Robert J,. Stah} (c. 1972)
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BOCIAL SCIENCE OBSEEVATION RBLORD (S50H) MATRIX

4. Doyle Cunteel and Robert J. Stshl (c, 1873) .
College of Education, University of Florida
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3. Interpretive

4. Defining

5, Clarifying
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4. Impeorative

i3, Emotive

18, Silence

17. Confusion
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SOCIAL SCIENCE OBSERVATION RECORD (SS50R) MATRIX

Jd. Doyle Cantes) and Robert J, Stahl (c, 1B73)

College of Fiucation, University of Floridas
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DESCRIFTION OF S8SOR SUBMATRICES*

SUPMATRIX DESCRIPTION

VR T~ T

A twenty=five (25) cells showing patterns of student
Subject-Centered statements following student
Bubject~Centered statements, -

B twenty-five (23) cells showing patterns of teacher
or student Teacher~Centered statcments following
student Subject-Centered statements,

C , twenty-five (25) cells showing patterns of student
Mezn-Centered statements following student Subject~
Contered statements,

D twenty~five (25) cells ahoving patterns of student
Subject~Centered statements following teacher or
student Teacher-Centored statements,

3 twenty=five (2%) cells showing patterns of teacher
or student Tcacher~-Centered statements following
teacher or student Teacher-Centered statements,

4 twenty~five (25) cells showing patterns of student
Man~Centered statements following teacher or student
Tescher-Centered statements.

G twenty-~-five (25) cells showing patterns of student
Bubject-Centered statements following studeat Man-

Centered statements,

H twenty~-five (25) cells showing patterns of tescher
or student Teacher-Centercd statements following
studant Man-Centered statements.

I twonty~five (23) cells showing patterns of student
Man~Centered statements followin, student Man-
Centered statements.

-

J thirty (30) cells showing patterns of Non-Verbal
behaviors following teacher and studsnt verbal
behaviors. ’

K thirty (30) cells showing patterns of teacher or
' student verbal statements following Non~Verbal
statements.

L four (4) cells showing patterns of Non-V.rbal
behaviors following other Non-Verbal behaviors.

sSubmatrics enable the teacher or researcher to collect and quantify different
aspects of classroom verbal and non~verbal behavior patterns,

J. Doyle Casteel and Robert J, Stahl, (c, 1973)
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Section 2

THE SOCIAL SCIENCE OBRSERVATION RECORD:
ILIPANDED DEFINAaTIONS AND GR.OUND RULE3
Ths definitions and ground rules presented in this section are
~caaced to incresse the reader's understanding of each of the seventeen
chtegories in the SQciul Science Observation Record. In elaborating
the short definiticns presented earlier, the authors have attempted to
develop category-by-category definitions. Although each category 1is
dofined 15 terms of its own characteristics and functions, the fact that
the SSOR does comprise a system of complementary categories means that
esch category must be thouzht of within the context of all the categories.
Por this reason, the reader may wish, first, to read the essay in its
entiroty for a general understanding and, then, more deliberately

caligzory-by-category.

-1”

Topical Statoments

Topical statements identify the focus of group discussion, Suppose
students are using the theme of fear in order to analyze a number of
contemporary reactions to social change: student statemonts isolating
foar a&s the theme guiding their discussion are topical statemente,

Suppose students are engaged in studying the American Revolution: student

statements identifying the American Revolution as central to their dis-
cunsion are topical statements. Suppose students are exploring the

concept of social aystem through & discussion of the network of human

behaviors associsted with the use of interstate highways: student
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ptatersrts identifying social systems as central to their inquiry are
topicnl statements., Suppose students are selecting and organizing data

in order to weigh the importance of law versus nornlity as this issue

ralates to such matters as abortion, euthanasis and the draft: student
statamonts identifying law versus morality as the central issue are
topical statements. Suppose students are dealing with the problem of

hov to decrease feelings of alienation among adolescents: student

statements pointing to the problem of adolescent alienation as the point
of inquiry are topical statements, When students are identifying the
thome, the unit, the concept, the issue, the topic, or the problem
serving as the focus and boundary of relevant discussion, students are
exprescing topical statements.

Ground rule 1. Quite often the topic of discussion is
prauonted £s & given condition by the teacher or lesder
of the grovp. Later the teacher may request that students
rostate the topic of discussion as initially given. At
other times, a student may volunteer the topic of" study,
In either instance, student statements identifying the
focus of inguiry are coded as topical statements,

Ground rule 2. Onco the teacher or a student has
requested the topic of discussion, all efforts to identify
the topic are coded as instances of topical statements,
This hclds trun, evea though students may offer alterna-
tive answers that differ from one another as to the
correct focus of discusaion.

The focus of discussion can be determined by the discussion group
or given as a condition within which the inquiry is agpected to proceed.
Once eatablished, the teacher can elicit topical statements by asking
students to name the topic of discussion. Topical statements help seabers
of discussion groups to maintain focus and continuity, At the same tire,

a student charged with wandering away from tie focus of discussion can
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uge topic statements to examine the charge of impertinence on its own
merits and respond, where valid, with an sxplanaticn as to the sense

in which he believes his comments are germane to the focus of discussion.
Becauro topical statements operate in these ways, they provide members
of a discussion group with boundaries within which they can engsge in

free inquiry.

-2~

Empirical Statements

Buopirical statements provide inquiry with an objective thrust,
S8tudents use empirical statements to report, to share, and to pool data,
¥hen students read for informetion axi state what they have read they
express empirical statements. When students view a visual presentation
(picture, film, filmstrip, certoon, etc.) and share data as to what
they have seen they express empirical statements, When students listen
(lecture, speaker, recording, etc.) and rerort data as to what they
have heard they express empirical statements, When students participate
in group activities (role play, games, simulations, etc.) and ool
descriptive data with regard to what occurred while an activity was .being
pursued, they erxpress empirical statements, When students review what
they have done, the ideas or‘vt}ues they have expressed, or the feelings
that have prari~usly been reporgbd with the intent of summarizing, they
expross empiricil statciments. When mextars of a discussicn group make
statements reporting verifiable data from memory, observation, partici-

pation, reading or oral presentation the7 express empirical statements.
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Grouwd rule 3. When a student reports what he has read,

W Ay e

chserved, listened to, etc., as descriptive data the

assumption is that he expects the group to accept and

usc¢ his statements ss factually accurate. At this point

the statement that heretofore was correctly coded as an

expirical statement (category 2) has become a questicn of

interpretation and is no longer, if repeated, coded as

empirical, Do not attempt to change coding for behaviors

that occurred prior to the disagreement; these were

honestly expresscd as empirical and are accurately coded

as instances of empirical behavior.

Empirical statements are expressions conveying data that the speaker
anticipates will be accepted as factually accurate by members of his
discussion group. The teacher can use this category to help students
identify, collect, and organize factual data. This can occur in s
variety of ways: as s facet of review; as students build & storehouse
of data on which they expect to draw during subsequent inquiry; as
students discover taat they need to add to their factusl knowledge during

the course of inquiry; or, as students seek to support statements mede

in other categories with factual data.

-3-

Interpretive Statements

Interpretive statements occur when students assignh meaning to data
and experiences, When stidents ire assigning meaning, their statements
can take the form of notions, opinions, ideas, relations, comparisons,
and interpretations, Each of these forms is coded as an interpretive
statement,

Students express interpretive statements in order to assign meaning

in a number of different contexts, Suppose students have knowledge as
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ta the topic of study and have expressed an empirical statument: when

& student claims (or denies) that his empirical statements are relevant
to ths topic of study, he expresses an interpretive statement., Suppose
students have listed one, two, or more empirical statements: when a
student says, "This fact (or tho data) means that ...," he expresses an
interpretive statement. Suppose members of a discussion group have
isolated two concepts (or two ideas, two values, etc.): when a member
states a way in which he believes the two concepts are similar or
dissimilar, he expresses an interpretive.statement. Suppose two concrete
human situations have been presented to a discussion group &8s examples

of poverty: when a student states how the two concrete situations differ
from or are similar to each other, he exprwsses.an interpretive ntutenoﬁt.
Suppose a discuss’on group is studying a suggested policy: when s
studont says, "I think the man's real goal is to ...," he expresses an
interpretive statement. Suppose students have been told to assign
meaning to events that occurred during the 1850°'s in America behaving

&8s they believe conservatives (or moderates, or radicals) perceived

these events: each time a student assign: meaning to an event, he
expresses an interpretive statemont. Suppose students have been given

8 basis from which data is to be viewed; each time a student lsnixn;
moening to data using the givun basis he expresses interpretive state-
ments. Suppose students have identified and pocled data relevaat to

a2 topic of study and have been asked to classify: every time a student
assigns an clement of data to a class he expresses an interpretive

statement.
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Tecchers use interpretive statements to elicit comparisons,
erplenations and opinions. The following examples of interprstive state-
mcils are less abstract., When a student uses knowledge about Athenian
and Anerican democracy to compare the meaning of freedoa held by Greeks
with the meaning hold by Americans he uses interpretive statements.

Vhen & student compares the mean of a set of numbers with the mode or
modian of the set, he uses interpretive statements. When a student
compares data about the geographic site of Boston with data about the

site of Seattle he uses interpretive statements. When a student uses

data about George Washington snd data about Adraham Lincoln in oxder to
compare the two Presidonts, he uses interpretive statements. When students
have learned factual data sbout business cycles and sttempts to use hil‘
knowledge in order to explzin thae Great Depression he expresses interpre-
tive statements. When a student identifies differences and similarities v
between two sets of genetic characteristics, he uses interpretive state-
ments. When students compare the meaning of modern totalitarianism

using two different thoories of explanations, they use interpretive
stateaents.

Ground rule 4. Student statements, especially in response

to the teacher or following criticism by ancther student,

are frequently prefaced by such phrases as "I think that ,,,,"
"In my opinion ...,” "Don't you think that ...,” and

"Don't you egree that ...". Although statements following
these cues are not always interpretive, in rost instances
students procced to assign meaning, Unless you have good
reason for questioning that a statement prefaced in this
way is interpretive, code the behevior as interpretive

(category 3).
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-4~

Defining Statements

Defining statements enable groups engsged in discussion to maintain
semsntical sgreement and to understand new concepts. The consisteat
utilization of defining statements stresses that words are symbolic
efforts to communicate what an individual sees, hears, thinks, experi-
ences, and values., The word by which one refers to an object is not
itself the object to which a speaker is directing attention. Concepts
are symbolic inventions intended to convéy the message that discrim-
inately different objects (experiences, thoughts, policies) are being
treated as though they were equivalent. The failure to develop precise
defining statements for words and concepts critical to a discusetion
curbs the ability of a discussion group to communicate successfully.

Definins statenments can be based on an acceptsble source. When
a student refers to s dictionary to establish the meaning of a word or
concept, he expresses a definition, When & student cites a text
book or reading to establish the meaning of & word, hes expresses &
defining statement. When a student uses the context in which a word or
concept is employed as a basis for daveloping a definition, he expresses
defining statements.

Dofining statements can be developed through examples. When a
student lists examples cf what he means by a word he expresses definitions.
When a student adds examples to others that have been suggested by the

teacher or members of his discussion group, he expresses defining statements.
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Definitions stated in operational terms often prove to be more
functional to & discussion group than the modes suggested above.

Concepts are defined operationally when their criterial attributes

are listed. For example, by what criteria do we judge that a cat is

& member of & class of objects we call cats? Responses to this question
such as '"four legs,” "ability to climb trees,” "making the sound meow,"”
and "purring when stroked" are definitional in that they state qualities
by which & cat is known to belong to a family of creatures all of whom
are cslled cats and toward which a speaker can address a listener's
attention by saying cat. In the classroom a teacher or student asks

such questions as, what do we mean when we talk about an open society,

In response members of the group can cite such characteristics as
"freedom of personal movement,’ "choice of alternative lifestyles,”
and "a relatively free flow of information” to begin developing an
operational definition of what they mean when they refer to an open
fociety.

Ground rule 5. At tiges the teacher may initiate a

phuse of discussion by citing & word or concept and

asking what it means. Unless the stress is clearly

one of developing a definition, code student responses
as exanples of interpretive statements.

Another common form of definition is called the ideal type.
Suppose students are studying a uni” on the American farmer., Suppose
further that students have collected and interpreted data. They know
the income, the political philosophy, the educational level, and the
social background of the average farmer. OStudents can proceed to

idealize this average farmer giving him a name, a personality, and an
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aldreas. They can predict how their idealixed farmer will know, think,
votl, value, feel and act. Common examples of such idealizations in
tho classroom are the American Puritan, the robber barom, the Progres-
sive, the New Dealer, and the New Frontiersman, When students are
deliberately and consciously building ideal types they are expressing
defining statements,

Teachers usa‘definine statements to provide for semantic clarity
within the diccussion group. Defining statements can be obtained from
an acceptable reference, developed through examples, stated operationally,
or formulated as ideal types, Each of these approaches represents a

means whereby definitions are developed.

.

clnritying Statements

atudents use clarifying statements to elaborate om or explain
what ha; previously been said, Students clarify statements by expressing
them more concisely, Students clarify statements by expounding on them
»t greater length. Students clarify statements by eoxplaining why
apparent discrepancies in previous statements are only apparent, The
thrust of clarifying statements ia to explain a statemont previously
made during the discussion.,

Imagine a student who has rambled his way through a nunbes of hard
to follow statements and concludes by saving, "That's my interpretation.”
At this point the teacher or another student may indicate that they

do not understand his intorpretation. When the student responds by
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soyirng, "What I said was ...," and presents a concise statement of

kis oarlier rambling efforts he expresses a clarifying statement.

A ]
A3

By stating his idea more concisely the student has made it more clear,
A student can clarify a defining, & topical, or any other category
of atatement in the same way,

On the other hand suppose a student who is confronted with & set
of data and states & very concise interpretation, "This data means
thot we live in an intellectual scciety.” Either the teacher or a
student can express uncertainty with regard to the meaning of the
interpretation. To this the student who stated the interpretation
might respond by saying, "I mean we live in a soclety where ideas are
valued, where books sand the learning stored in books is respected, and
where the ability to understand complex matters is appreciated.” By
using more words and concepts the student elaborates on his earlier
interpretation using clarifying statements. Yhat a student means
when he uses wny category of statement can be clarified through
elaboration,

Suppose sgain that two students are expressing or arguing & dif-
ference of opinion or value., A third student who identifies the olements
of conflict between two students can be perceived ss helping the two
who are in disagreement to begin harmonizing their opinions or values.
At the very least he clarifies the differences betwoen their views,

In such instances the expressions of the third student are coded as

clarifying statements.
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Students tend to express clarifying stsatements using phrases

"o

such £3: 'What I mean to say,” "What I'm trying to say,” "lLet me
recteto that,” "You know,” and "It’s like this."

Teachers use clarifying statements to help students remove coh-
fusion, resolve uncertainty, and alleviate doubt about statements
expressed in one or more of the other categories of the systenm,

Teachers elicit clarifying responses with sentences such as the following:

Would you explain what you meant when you said that ...?

Elaborate on your ides s0 that we can be sure we underatand
¥ou,

Try rephrasing what you've just said., I'm afraid wo're not
too clear ag to your meaning.

Students also use clarifying statements as & subsatitute for stating
logical conditions, They preface or accompany statements with phrases

ot

such as ‘the following: "to me,” "personally,” "from my perspective,” .
and ""because.” These phrases can often be converted to criterial statements
(category 13). This conversion makes it more feasible for members of a
discussion group to determine what basis a speaker is using and whether
or .ot this basis is to be accepted. Consequently, the teacher needs
to be alert to "hear" this category in order to determine if it is
important to restructure what a student is saying into a criterial state-
mont (category 13).

Ground rule 6. If uncertain ac to whether & behavior is

to be coded as clarifying (category §) or criterial

(category 13), code the behavior as & clarifying statement,

(For this reason clauses using the word boecauge are
consistently coded as instances of clarifying behavior.)

Periods of silence and confusion (categories 16 and 17) are often followed
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by clarifying statements. Apparently students use such periods of
tixe to formulate and structure statements that can be usced to clarify

carlier statementn,

; -6-

Inriruing stntcncntn

The teacher (or a student) uses infirming statements to express
disagreement with, to criticize, and to raject the verbal and nonver—
bal behaviors of other members of a discuasion group. Whem the teacher
use such statements as "stop playing with your pencil,” "wait your
turn,” and "don't interrupt" he employs infirming statements. When
the teacher (or s student) labels a statement made by another member
of the group as incorrect, wrong, or only partly true he expresses
infirming statements., When the teacher (or a student) responds to
snother member's statement prefacing his comment with such phrases as

“yos, but .,.,” "I see, however, ...,"” and "that's good reasoning but ..."
these brief comments frequently serve as a diplomrtic way of disagreeing
with, criticizing or labeling s previous statement or series of state-
ments wrong. When & student or teachor expresses sarcastic comments
such as "What a delightfully ridiculous notion,” or "Try another
brilliant ides”’ these statements are coded as infirming statements.

The teacher (or & student) can use infirming behavior in conjunction

with other categories of teacher-centered behavior. The underlined

portions of the following examples of teacher talk are infirming statements:




a3
SEnt GO Avmn Skl

"I'm atraid you're wrong; ™hy don't you try this spproach?

"Fo, that's not hardly it; but keep trying, you're getting there.”

"Be quiet so that I can think ot a good response: your question
was a good one, one worthy of a good answer.'

"That's an excellent idea, your logic is good; unfortunately your
answer ias wrong.' o

Although infirming statements ca) be damaging during group inquiry,

infirming statemonts can be usdd to help a group inquire more effectively,

o

Comrentary Statements

Although commentary statements can be expressed by either the tescher
or a student, this category is used mainly to code teacher behavior.
Students express commentary statements when they zgzig! directions
previously provided by thr -.acher, Students also make commontary state-
ments when they review writtem directions prefacing an assignment or
developed earlier by the discussion group to guide its bhehavior.

The teachor uses comentary statements in a wide variety of ways.

Be uses commentary statements in order to swmarize and consolidate
inquiry. Fe uses tommentary statements to provide, repeat, or review
directions. He uses commentary statements to tialk about, add to, and
modify the ideas of students. He uses commentary statements to provide
new data and ideas for the consideration of the group, He uses commen-
taxy statementr to identify, remind, to introduce students to the tcpic
of discussion. He uses comzentary statements to justily his behaviors.

He uses coomentary statements to express bis opinions. his ideas, and
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his values. He uses commentary statements to structure a convergent
bris for other forms of teacher- and student-centared behsaviors.

The teacher salso uses commentary statements to structure the con-
text within which he raises questions and anticipates atudent responsss.
If the teacher uscs a sequence of commentary statements (category 7)
and then raises a question, he incresses the likelihood that he will
obtuin the student responses he anticipates. If the teacher uses a
soquence of commentary statements, asks his questions, and waits
(silence, category 16), he further increases the odds that anticipated
student reactions to his question will occur. If the teacher uses a
sequence of commentary statements and then asks his question, the
likelihood that he will use questions that elicit student thinking
is increased. Thus, not only is the use of this category important;
the uoqdencins of commentary statemsnts to set up (structure) interro-

gative statements is a critical factor in teacher-led discussions.

-8~

Pissonant Stnte-enta

Dissonant statements are used by the teacher or a student in three
major ways: 1) to express the need of the teacher or a student for
clarification; 2) to inform the group that he is intellectually confusea;
or 3) to claim that a participant in the discussion is making inconsistent
statemonts,

Each of the following statements illustrates s dissonant statement

being used either to request clarification or to admit a lack of
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ungerstanding:
"I don't see the point,”
“¥Lat's the point?”
“I'm lost."”
: “I'm confused,"
"I don't know,"
"That doesn't make much sense to me."

"What do you mean by that?” (Conveying the message that the
person reising the question feals that he is confused.)

"Where are you going (with your reasonipg)?"

"Hey, where are we?"

Either the teacher or students can use this category to point
out apparent discrepancies and inconsistencies in the statements, in
the bechavior, or betwesn the statements ard behaviors or members of the
group (includlng the teacher). Examples are:

"Your rank ordering of consaquences from most preferable to least
proferasble is inconeistent with Your decision."”

"Your definition of life, as you used the concept during our
discussion of war, appears discrepant from the definition you
are nov caploying as we discuss poverty."
"Your insistence that it would be good for us if we felt as
you do does not square with your unwillingness to discuss the
social consequences of, or the public policies following from
your claim,'
Such comments as these are delivered as invitations to correct incon-
sistencies, explain or correct spparent discrepancies, and generate
congruent beliefs, values, and feelings,
The teacher can set the stage for using dissonant behavior by sunm-

marizing the groups' or pupil's statements. This helps both the student
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who is invited to explore a possible discrepancy and the group to
underctand better what the teacher is paying. And quite often, the
teacher will confront the total group with the charge that its behavior
hags not been consistent. In the following example of teacher talk,
commentary statements (category 7) are used in order to provide a
basis for the italicized use of a dissonant statement (category 8),

You reacted to abortion by calling it surder. You

reacted to euthanasia by calling it merciful. You

reacted to capital punishment by calling it a sod

but public necessity. I cdon't moe how you can claim
any consistency in your reactions.

By reviewing prior behavior and suggesting apparent inconsistency, the
teacher has invited the student to 1) accept inconsistency; 2) change
bis reactions in order to make them consistent; or 3) find some
basis on which he can demonstrate that his different reactions are
guided by a constant principle, As such, dissonsnce possesses strong
probing qualities as a teacher-centered behavior through which group

discussion can be guided,

-9-

Interrogative Ststements

The teacher and students use interrogative statomonts to elicit
responses from members of the discussion group. Teachers usually
respond to interrogative statements expressed by students by using
cozmentary statements (category 7). Students usually respond with

subject-centerod, man-centered or non~verbal behaviors.
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Exomples of questions likely to elicit subject-centered statoments
ere grouped below:
To elicit lopical statements:

¥Yhat is our topic?

¥iat inference are we evaluating?

¥Yhat problem are we focusSsing on?

What iszue is of central concern to ua?

To elicit engiricnl statements:

¥hat do you sce?

¥hat did you observe?
What did you read?
What did you count?
¥Yast do ycu remember?

Te elicit defining statements:

How do you define Jjustice?

What do you mean when you refer to human dignity?

Whet are the major criterial attributes of a political party?
What are some examples of what you mean by being unfair?
What do you mean by the term central tendency?

To elicit interpretive statements:

HBow does the concept of permutations differ from thoe concept
of conbinations?

Yhat does this data mean?
How g this data relevant to the topic?
How i3 this value relevant to the topic of study?
Bow is this effect relevant to this cause?

"To elicit clarifying statements:
Could you state your opinion more concisely?
Would you mind explaining what you mcan further?
Can you restate that idea using smaller words?

Examples of interrogative expressions likely to elicit man-centered
statements are grouped below:

To elicit preferential statements:

Of the colonial leaders we have studied, who did the best job?
If you could choose the historical person you would 1ike to use
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a3 a model for your life, whom would you choose?
Of the following lenrning activities which i3 your favorite?
Cf the Zour ideas, which is the most ridiculous?
Yor this purposs, which msasure of contral tendency is beat?
Of tipoe meann for protecting man's genetic pool, which do
you prefer?

To elicit consagquential statemsnts:

Yhat psychological results can be attriduted to racise?
™bnt efferts are likely to occur if abortion becomes s&n
. accaptable form of population control?

How would effective yun legzislation influence the freedom

of individval citizens?
If we add prior to dividing in s complex problem, what

hapoens?
To elicit criterial statemonts:

. 1 could just add., Why should I divide?
Ca vhat bazis did you maka your decision?
¥iiat cosurpiion must one accept if he is to believe your
1cna is 7 uo?
Suppose you were asked to justify your behavior: what

grounds would you use?
To elicit imperative statementas:
Yhet should we do?
West ouzht to be done?
¥hat st2ps could be taken to solva this problem?
Yhat action are we going to take?
To elicit emotive stateaents:
How do you feel about this?
Yhat thirgs nake you sad?
Yhat words best convey your personsl feelings about
opace flight?
The ability to employ interrogative statements to help students express
themselves using categories functional to their inquiry enables the
teacher to be elicitative., Almost all teacher and stident questions

are categorized as exanples of interrogative behavior.
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COnfirning Statenentg

The teacher and students use confirming statements to express
agreeaent with, to encoursge the further development of, or to praise
statements that other members of the group have expressed. By expressing
confirming statements the teacher can help students to "open up” and

expand on their opinions, ideas, and values, Such expressions as

”1 see,” "Great,” "Keep going,” "Why stop there,”" represent behaviors
frequently used to encourage further developaent of thought. Confirming
ideas which can also be used as ideas previously generated are accepted
and sgreed to. Examples are: "I believe you've hit the nail on tke
heed,” "I agree,” "That's right,” and "Correct.” Still another means
of toacher reinforcement of student hehavior is for the teacher to repeat
for the group what a student has said in order to stress its worth
for the group. Finally, praise of student behavior is coded as confirming
behavior,

Ground rale 7, Teachers acmetimes develop and follow habitual

Yorms oi behavior: 'Yes," "I sce,” "OK," "Uh huh,” "Great,"

Thess habitual behaviors are to be ignored by the observer

bceause 1t is improbable that they encoursge, express agreement,
reinforce, or praise, ’

The observer must often be alert to capture instances of confirming

statements because they are often quite short.
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Prcforqqtiul Stnte-ontn

Students use preferential statements to assign value ratings
to ideas, objects, events, behaviors, people, policies, and feolings.
Preferential statements frequently serve as a mesns for labeling
things using such words as good, bad, best, worst, =oat good, least
good, most bad, loaat bad, most beautiful, least beautiful, most
true and lesst true. Preferential statements can also be relative in
form: behavior A is better than behavior B; behavior C is less desirable
than behavior D; the secomt interpretation is the beat of the lot,
Observe that in these relative statements the preferential statements
compare the goodness of two or more objects to which a value rating
is assigned,
Exanples of preferential statewents that might be expressed in
different instructionsl contexts are provided below,
During s discussion of ecology:
"Pollution is bad.,’
"1 think non-leaded gasoline is the best kind."
"DDT is the worst kind of pesticide to use.”
"Limiting population growth is better than absolute

freedom of conscience."’

During & discussion of the Anerican Presidency:

"FDR was the greatest President in our history.
"Dolly Madison was a beautiful first lady."
"JIFX was the best President since World War II.

During a discussion of urban geography:

"Ihe site of a city is less important than its situation.”
"Unplanned cities are worse places to live than planned ctties.
"Moving to the suburbs to avoid urban problems is wrong, "
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"Relirble public means of rapid transit will provide &
bettor way ©f movement than the current use of cars
and trucks,
"To fear life in the city is an ugly behavior."
The zey point to remember in nhLserving a group discussion is that value
statements place objects on a continuum of good versus bad, either
explicitly or implicitly.

Yhen a student expresses his likes or dislikes he expresses
preferential stxtements. Statements such as "I like Spiro Agnew,"

"I like to study mathematics,” "I like winter better than I like spring,"
and "I enjoy basketball best,” illustrates this type of preferential
statements.

When the teacher or a student asks a question or directs a student
to express s preference and the student responds with a one or two word
answer, his response is coded as & preferential statement. When the
teacher directs students to name their favorite ice cream and different
students respond with such answers as vanilla, chocolate, sf}nvberry,
and chocolate mint each flavor so identified is a preferential statement.
When the teacher asks students to identify the sport they like best and
different students respond with such answers as hiking, camping, hunting,
foothall and soccer each sport mentioned is a preferentinl statement.
¥hen the teacher asks students to identify the Presidents they 1like
least and different students respond Wilson, Theodore Roosevelt,

Taft, Harding, Coolidge, Hoover, Truman, Eisenhower, and Kennedy each
President listed is a preferential statement. Wwhen the teacher asks

students to identify their favorite short story writer and different

students respond Harte, Poe, O'Henry, and Irving each author mentioned
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is a pireforential statement. When the students are asked to identify
the region they would most like to live in and different studenta
respond the Southeast, the East, the Midwest, snd the Northweat each
region suggested is A preferential atatement.

' Preferential statements are also expressed when students rank
order events, policies, persons and objects. Examples of rank-order
preferential statements zre underlined below:

The four steps that man might take in order to curb population

growth are labeled A, B, C, and D. From best to worst I ranked
Cas1,D2s2 Aas 3 andBas 4

The four Reformation leaders we have studied are Luther, Erasmus,
loyals, and Calvin, From the best to the worst ] ranked Calvin
s the best; Erasmus, 2; lLuther, 3; and Loyala worst.

The three poems we are analyzing are war Is Kind," "Dulce Et

Decorum Est,” and "The Man He Killed." From the one most

worth roading to the ono least worth reading 5 rank-ordered

th. gg_ in this way: "War Is Kind," 1; "The Man ie Killed,"
Dulce Et | Et Decorum Est, g.

Freferential statements can also assune the guise of classifica-
tion. Two oxamples illustrate the point:

"Of the nine characters with major parts in the play I
believe Mary, Bess and John are the worst persons.”

"Of the seven means suggested for dealing with the problens
of wvhite collar crime, the three worst suggestions are

alternatives A, D and E; the three best suggesticns are
alternatives F, B acd C,"

If the teacher suggests a list of alternative policies, problem-
solving techniques, men, or situations and students classify his list
on his request grouping some as best, some as worst, or both the
student statements classifying the list given are preferential state-
ments. In these instances, once again, the student classifies objects

of valuation according to relative goodness and badness.




The teacher elicits preferentinl statements that take several
forms: 1) students judge the goodness or badness of an object of
valuciion; 2) students compare the relative goodness of two or more
objects of valuation; 3) students identify personal likes and dislikes;
4) students rank order objects of valuation; and 5) students classify

objects of valuation into relatively good or bad groups.

-]~

Consequen:ial Statements

Consequential statements are expressions of known or anticipated
effecta, Once students have interpreted the meaning of a situation
they can identify effects (using consequential statements) that they
would expect as a result of the situation. When students are conaidering
alternative ways of dealing with a problem they can list the possible
effocts (using consequentinl statements) that they believe would
follow from the selection or rejection of esch alternative. Once
students have identified instances of inconsistency in their reasoning,
they can weigh the relative effects (using consequential statements)
of choosing to live with inconsistency or attempting to achieve con~
sistoncy, Where students have classifiecd certain political leaders
as relatively good and others as relatively bad, they can explore
the likely effects (using consequential statements) of both groups of
behavior,

Some common examples of directions and questions likely to elicit

consequential statements and 1llustrative consequentinl statements ars
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preasnted below:
B*i.ixing Statements Consequential Statements
If strict gun control leginla~ 1. PFewer Policemen would
tion were pessed, how would be killed;
current crime statistics be 2. Thers would be fewer
effected? assasination attempts on

public figures;

3. Only outlaws would have
guns;

4. Men would use other
instruments of violence:

8. PFewer lives would be
lost in riots;

6. Tho gun lobby would
becone less important

in Congress.
Iist some of the possible 1. Depreasion,
psychalogical effects on a 2. Feelings of guilt,
woms.s who obtains an abortion, 3. Dignity tecause the right

to an abortion gives
. her power over her own
body, '

4. 5She will be a better
mother to her other
children.

8. 8he will be 2 worse
sothe:r to her other
ckildren,

6. 5he will go to Hell.

7. Bhe'’ll lose the comlort
of her religion,

8. 35She'll lose the respect
of her Lusbard,

What would happen if we all l. Wo'd bura {ho school,
felt the way Joe feels? 2. Nona of us would try
to evade the araft.
3. V¥Fe'd study Saakespoare
»OYe seriously,
4. Teaching would be
revolutionized,
8. No one would go hungry.
6. Men would lose their
' incentive to work and
our society would fail.
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Teachers and students can employ eliciting statements such as
thone listed in the left-hand column to stimulate consequential

statements such ag those listed in the right-hand column,

=13~

Criterial Stntynqqta

Btudents use criterial statements to identify the grounds or
poTms implicit in or deliberately being used to guide their thinking,
their valuing, and their decisions. When enunciated, criterial state~
ments serve as pudblic frames of reference that student use to locate,
pool, cite and interpret data. They also serve as public frames of
reference through which value ratings can be assigned, congequences
expressed, and feasible policy alternatives identified., The itslicized
portion; of the following student statements are criterial statements:

S8ince we only have fifteen minutes left, let's focus our
attention on the second question.

Let's suppose that most of the students who want to be in the
play have no stage experience, & one-act pilay would be a better
ides for our first production than a three-act play.

If the Confederate Flag and the song Dixie harm the feelingn
of some of ov~ students, we should choose a newv school flag

—— e -

and sym symbol,

Assuming that history should bs personally meaningful to
those who study it, students ‘should consistently complro
how they 1nterprot, value, fcel, and act with the way aen
and societies of the past interpreted, valued, felt and
carriad out decisions,

Given the need to curb population growth in underdesveloped
countries, it is likely that contradictions between

public policies and church doctrines will arouse controversy
in latin America,




J{ cne believes that the siring of children will continue
tw ro faperiant to Letin Amaricen mon as 2 symbol of their
il”h°°d tho resisterce of La’tn Ameoricans to birth control
pills cannot be tinterpreted as & religious problom.

Since our inatructiona wore to achieve consensus as a
troue 11 goavible. we cannot ssttle our diffcrences by
voting.

¥

It ¥e are to compare the French ard the American Enlighten-
mant, we must locate Cata avout the Enlighterment in both
countries. And we will nced to define the Enlightenment
carefully before we can bogin collecting inforwation.

In these examples students state a basis (as italicized), and on
the basis of their criterial statements they presuwme that the subsequent
porticn of thair statement is logically true.

During inquiry a student can pose interpretations, make policy
decisions, assign value ratings, or identify consequences without
articulating (or even being aware) of his criteria. In this event
the teacher can elicit criterial statements in the form of conditional
pbrases using such questions as the following:

What assumptions must we accept if we are to agree with your
interpretation?

Under what conditions would the consequances you have listed
follow the adoption of this public policy?

On what basis can you say that mathematical knowledge i3 more
uceful than geographic knowledge?

Criterisl siatements can also take the form of norms, NOIms are
deeply held values, commitments and beliefs that tend fo guide an
individual's behavior in widely different circumstances. (A list of
the kinds of statements that students can use as & basis for inter-

preting, valuing, and deciding will be listed below,) Quite frequently,
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the listener or obmerver camnot judge vhether a student 14 using
thesw kinds of statements as criteria (class logic) or exprossing
intorpretive, preferential or imperative statements, The teacher
can check this out by asking the student such gquestions as:

Are you expressing & preference or identifying the grounds
on vhich you make value judgments and decisions?

ATe you expressing a policy for us to consider or identifying
the basis by which you will interpret and judge policy
alternatives already suggested?
The following are examples of statements that students can de using
&8 DOIms:
Democracy is slways good,
All buman 1ife is valuable,
Rational behavior is better than absurd bshavior.

All decisions should bhe made freely, in the light of
consequences, and affirmed publicly through action.

Due process of law is fundamental to human safety.

All men are created equal and gifted with rights they cannot
surrendex or lose.

The earth ias man's to exploit,

Men are born good and made evil by gociety.

To use authority is bad; to be permissive good, .
To be humane is more important than to be effective.

To apply industrial and management techniques to teaching and
learning is bad.

Students are often unaware of the norms influencing their behavior,
Various tsacher-centered behaviors such as dissonance and incerrogative

statements can be used to help students express and become aware of

their norms.




Ground rule 8, If uncertain ss to whether a statement is to
La ccdea as & criterial or as & preferential statoment code
the labtavier preferential (11). If uncertain as to whether
a hihavior is to be coded as criterial or interpretive,

cadie the bebavior as interpretive (3). If uncertain as to
viether a behavior is to be coded as imperative or criterial,
cade the behavior as imperative (14). If uncertain as to
vhether a behavior is criterial or clarifying, code the

behavior as clarifying (38).

o ~14-

Imnorative Statements

Imperative statoments focus on decision-making. Through the use
of imperative statements members of a discussion group can: 1) identify
alitemative policies that they want to consider in making a decision;

2) describe what they would consider to be an iZesl or batter set of

conditions; 3) state the actions that believe sbowld or should not be
taken; ind 4) formulate their decision as individual members or as a
group. Each of these purpcses warrants smplification.

Students identify alternative policies when they list those actions
that might be taken in orcder to i=prove & situation or resolve a problems.
Yhen students list potential stcps that mirht be taken in order to
improve the conditions of the migran., .adorer, they are using imperative
statements. When students list alternstiva actions that might be taken
in order to achieve prison reform they are using imperative statements.
vhen students list alternative means that might be used to harmonize
the interests of industry, labor, and consumer, they are using imperative
statements. Imperative statements thus enable members of a discussion

group t¢ identify a range of alternative means for further consideration,
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ftudonts can use imperative gtatements to describe an ideal or
battrr sot of conditions. When students describe what the American
pricen system should be they express impseratives. When students
degcride what the American prison system should not be they use

imperative statements., When students describe what school ought to

be or ought rnot to be, they express imperative statements. Should

22 end should not 23 As well as ourht to be and cught not to 22 state~-
ments tend to yield a description of more idesl or ideal conditions.
Mexbers of a discussion group can use imperative statements to

state the actions that they telieve should be taken and should not be

taken in order to improve a situation, work a mathematical problem, or

cornduct anp experiment, Statements as to how population control shculd

or should not be achieved are coded as imperative., Statoments as to

what our environmental policy as a nation ought 2o 22 or ought not to

S——— i — ——— ——

ks are coded as lmpérativel. Statcnients corncerning those alternatives
that ought to be or ought not to be used on order to obtain a set of
conditions that cheuld be are coded as imperatives, Usirg imperatives
in these ways, mexbers of an incuiry group can identify the means for
obtaining conditiors that they value,

Pinally, membors of a discussion group can use imperatives to
formulate courses of action they intend to follow, ‘Ine decision to
collect more evidence before making a final decision is coded as an
imperative statement, The decision to participate in a voter registra-
tion drive is coded as an imperstive. The decision to develop and

validate an inference that would explain American migration patterns
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is cnied as an imperative, When members of a discussion group obtain
corewrsvs, they can articulate their decision using imperative

stateaonts.

15

Frotivs Statements

Students express emotive statements when they reveal how they
have folt, how they currently feal, or how they might feel with regard
to a person, an object, idea, or a situation. Emotive statements con-
cern thempelves with the feelings of students or the physical sensations
of students expressed in such a way as to denote a sense of feeling, |
Enotive statements are recorded when a student announces: "I
feel fine." "I feel relaxed.,"” "I certainly feel gaod about that,"
"I teel like a million dollars.” Emotive statoments are recorded when
& student expresses his fellings through ststements revealing his feelings
such as: "Wow!” "I love you, dear.” "I despise that man so much it
pains me to think about him.” "Hot Dog!" '"We won!"” "I hate geonetry,"
Emotive statemonts are recordod when students try to state their feelings
in terms of sonsations they have experienced or are experiencing through
their physical body, Examples of this fornm of emotive statement
incluce: "That's hot!” "Br-r-r-r, 1t's cold in here.” "I get goose
bumps when I see him,” "Ouck! I'm hurt." "Your touch is so soft
and re-assuring.” Finally, emotive statements can take the form of
laughter when it is an expression of the students emotional involvement

rather than & means of deliberate disruption,
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Faotive statements have a tendency to be overlooked by the teacher,
T2e tiocher may ask a student how he feels about e particular issue and
. tko student replies with an "I think..." statement and the teacher will
accopt this response without question. At other times, the reverse is
true. The teacher asxs for a subject-centered response and receives an
. "I feel ..." statoment. It may be that the ‘sacher is not aware of his
acceptance of both interchangesably or that the students may not know the
difference betweon them.

Sopetimes students will seek to protect themselves by responding with
8n enotive statement and then proceed to claim that he can not fully
explain or describe his feelings, or stats that his feelings are a private
matter, or that they are unchallenpeable. Many students pick this escap;
routs and use it to avoid further participation in inguiry. Teachers who
&re aware of this behavior may want to ask students to disclose the basis -
for their feelings, to state the consequences for them and others if they
continue to hold such feelings, or to recorzand some course of action based
upon their particular feeling. The teacher closes off feelings as escape
mechanicm by legitimatizing expressions of feelings and sensations. He
is also more likaly to deal effectivaly with the emotions of his stuvdents
a8 they impinge on inquiry,

Feeling and sensation statemconts expressed by studcents are recorded
in tho emotive category. The observer must be alert for non~verbal cues
to this category since a student may disclose his feelings through body
movements or reference to felt-sonsaticns ss he makes statements that

otherwise would be atatements /- - < of the other categories in the system.
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-16-
&Qlenco
ailepco is the absence of verbal statements during inquiry and
1s rcferred to technically as wait-time. Silence is recorded when
students and teaacher have paused to think about what was said or done,
what is currently going on, or wbat they are going to do or say. Silence
1s recorced when the group or the teacher waits for a verbal or non-verbal
response from another student or the teacher. Silence is recorded when
the group Sccone- quiet befors or during the ;nquir; because they are told
to do so, becsuge they nesd to hear what is being said or because thoy
are engaged in non~verhal behavior rolevang to the inquiry episode such
as reading, observing an experiment, or listening to an sudio tape.
8ilence is recorded whon the grour, becomss quiet as a result of the tou;hor'l
demand for silence to discourege other forms of byhavior preceived as
boing irrelevant or dig;uptive to the inquiry. The intention is obviously
tnfiming in nature, but the pause time is recorded as silence. Somotimes
this period of silence is in reslity a time of non-verbal confusion or
anxiety on the part of the group. Again, this silence 1is recorded 1f it
occurs less than three seconds whan that shorter period of time 1is notice-
ably felt by the gEroup as being present.
. Silence occurs in the classroom when the group psuses to think, to
observe, to read, to study, to get their ideas and facts organized, etc.
A teacher may have given students an assignment that requires some time
to engage in non-verbal behavior (read, write, observe, etc.) before en-
gaging in verbal behavior and students would have to wait until s later
time to respond. A teacher may have ssked a question that requires his

students to think first about the question before trying to consider an
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acenuate response. The teacher would expect his students to pause for a
fe ncaents and reflect upon the situation before beginning their verbal
responses. The absence of silence would suggest that his students did

Rot tcke time to think about either the question or their answers to the
degree the teacher perceived as being necessary. Then too, some students
require longer periodsc of time to think about a response. For the teacher
to ask the entire class to refrain from speaking for fifteen or twenty
soconds while formulating ideas is often quite appropriate,

Ground rule 9. The first and last coding for every observation
is siiencs,

Ground rule 10. Whean group interaction is to be stopped for a

pcriod of two to three minutes or longer while menbers of the

group &re reading, vicwing a film, or engeging in some other

activity, the appropriate way to code is to mork the end of

discussion with a 16, Then when the discussion is renewed,

resune coding with a 16,

-17-—
Confusion

The confusion catogory allows for the disruptive noise that prevents
or rinders inguiry froa continuing., Confusion records that verbal and non-~
verbal noise that accoapanies, interferes with, disrupts, or interrupts
the discussion, When the noise laevel of a group becomes such that the
codor cannot accurstely code statements made by the teacker or students,
. then the c~nfusion categery 1g coded, When the nature of the noise is

80 disruptive that it makes meaningful dialogue and critical listening

impossible, the confusion category is used, This noise level can occur

in & number of ways among which the following are not uncormon:
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rapping the teble or datk vith one's knuckles;
gCrapping of chairs;
tepning a pencil on a hard surface;
levghter;
lavoral students tnlktu; at onace;
ahoutinx matches” botween proponents of different positions:
Boreeplay; etc.

These behaviors can be incidental, worthwhile (l1aughter), or deliberate
efforts to interrupt discussion.

Confusion is also used to code student statements stated so qQuietly
that the oﬁa.rver cannot hear his statements. The prasumption here {s
tkac members of the discussion group (incommon with the observer) are
confrsed in the sense that they do not knoy what the spoaker is saying.

8ulna£z

Participants can use the seventeen categories of the SS0K to plan I
lessons, conduct group discussions, ln& analy=e tkeir teaching behaviors,
Teachers can use dagf generated by ths SSCR to bocome more sensitive to
and to modify their bshavior durins tasks involving group discussion such
a3 value clarification activities, consensus games, and prcblem~solving
episodes. This ecsay has presented operational definitions and ground
rules useful to the reader who wishes to learn to code discussions accord-
ing to the categories of the SSOR and use the 850R as a tleoretical construct
for snalyzing the behavior of teachers., This pection has also attempted
to stress how classroom teachers can elicit and use each of the severteen

categories in order to tesch systenaticsily,




